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Metadiscourse was exXplored Lan auther's’ presence in text) and its benlfits

. fqr 1mprov2ﬁg social studies textbogks and,chxldren s learbxng‘and attitudes. L

Metadiscourse involves aspects of text that affect author/reader'relatignshiﬁs,
* 3 [ - H . r ‘
.the 'interpersonal function,of language'. A rhetorical textbook, one that

?
.

including Botﬁ'interbersonal'and ideational aspectsu'tocuses on the'communiea-
-~ * . ,

tive-act of writing/reading. *Viewpoints fggm rhetoric and literary/film .
. "

theory. sociolinguistics, and education: have been employed in this study The

_study consists of . several comporents and researcHLTethbdsg A historical review
. “ . . b ‘ -, .
. " ‘. \ - .

of différenc perspéctives i revealed shifts in perceptions'of proper author

3 . . [} i . . . .J ) .
roles"and discfaseﬁ“tbaverging_vieys of a more primary role"for authors and

‘

A
acceptance of interpersonal voice and author commentary as legitimate rhetori-
L . .

¢ - . - S ’ ' / ) . [N
cal devices. . : P . .

4

)
Severail clas fication systems were used to develop a'typology of metadﬁs-

o)
course with two broad categories, 1nfonmationa1 and attitudinal. Using this

’
)

/typology: a descriptive study of metadiscourse use in social’studies texthooks
d‘ . .

- ’

_ a .
an{»nontextbooks found consistent differences in the way informational and
i ’ )

’ / -, . : . .
attitudinal métadiscourse.were ,used} nontextbooks vsed more attitudinal meta-
. lad - . ' .
discourse and appeared moreglively than textbooks. - : :

An an-experimental study with sixth gradexs,'a chapter from a typical social

PR <3 R

studies textbook was modified by adding inforgpational and attitudinal metadis-
. > . € .
course and interpefsonal voice as variablés in order. to investigate their \

elfects on retention and attitude. No overall significant main effects were

’ ’ . 4 v
found, but differential significant effects were found for “'subtests and sub-
. o 4’ ¢
. &
groups. The voice variable and high vs. low comfort subgroups were critical

factors. FExplanations are given for the lack of certain expected ef(eéts'and

the issues concerning metadAscourse use are discussed.
t
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.1« ' STATEMENT .OF 'FHE PROBLEM . s
- LI o ! . "1

"\ Language arts and content area educators and ‘parents have many goals
for children in school; some of which include: 1) led?ning how to learn,

« s

N i L
- 2) learning content area reading and writing strategies, 3) learning the

. : "4 . :
content, and 4) developing positive attitudes bot%Y toward learning and
toward the cpntént learned. ‘But many ehildren have trouble 'in all these

-

areas. Appanéntly, the transition from basai readers.to social studies

-

and science téxgbooks~is particulaffy difficult, as documented in .saveral

sourcés. Evidence comes from classroom observation, teacher-student

interviews, and parent surveys (Crismore, 1981), from largesscale assess~
. } - ) - \

ment tests of progre¥siin social studies, reading comprehension, and
® ]

v

!

wricin% (NAEP, f978{h?ﬁd'from empirical studies (Dixon, 1978), that social

studies textbooks are difficult to understand and remember, and anxietyi
N\ -

e

producing for tany children.

: ’ ’ yr
- One of the reasons that children find reading and wrigéng 7ocial

/

studies texts so difficult may be that textbooks do not foster the skills

4

needed for learning (Crismore, 1982). Because of the unfamiliarity of

topics and text conventions and because the amount and complexity of social
.’ ¢t

studies reading ‘and writing steadily increases throughout the grades, it is

“important that children‘acqqire the skills they need to understand and

-y »

remember the information presented in their textbooks and to produce their

own informative texts. To o this, they need textbooks with text character-

istics that foster these skills.

Specialists in social studies as well as parents and educators consider

it important for children to develop positive attitudes toward social studies

’ . ~
and the reading and writing of social studics texts (Daly, in press:

I ’
Mikulecky, 1977§1Tierney & Crismore, 1983). Yet many students find social
"$ .

4

L N 1
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-studie$ textbooks dull and uninteresting aqs therefore do little-or no
| . N M .

socjal studies reefNng be}oﬁd the required textbook assignements (Fitzgerald,

1979) and do almost no social studies,wricing. In order to develop positive

attitudes toward social studies, inclUding_a desire to’read and write about ‘

-

‘ \

[}

o
~ .

v Y [ -

. - . 4
it, students nded textbooks that th€z~£i£g 1ntere;&§ng and engaging.

. 1f-authors, publishers, and educators intend that texé%ookg not* only

A .
.

survive byf also increase #n use" and effectiveness, then some fundamental

3
14

changes may need to take place concerning the notion of what a content-area

textbook should be. 1t may be\that the presept social studies textbooks,*
ro, .

. ‘ ’ ¢ L
be‘cause of certain text characteristics are uninteresting to students not

3 .

<

only causing them to read less but also making it less ltikely fha% they will

-urderstand the, significance of what the authors/Sditors are saying or per-

t

°

: ' . 4 . ‘ .
‘ceive the textbook "as a model for their own content writing. In addition,

“ I1.. RHETORICAL TEXTBOOKS AS A SOLUTION -

4

T

/

o . ",3 - L .
it may be that some children approach, social studies reading and writing ‘

. L

with a great deal of ankiety for various reasons. Perhaps these anxious

reach their potentaal in Xhat contert area. .

Although sbcial studies textbooks are emphasized in this inveétigation;.

they dre only examples.

L)

. !

children nced a textsook.quite,diffefeqt from their present one in order to

[ %

e~

.

What is said about social studies textbooks, appliés

] - . ’

to most other textbooks and cohputer sofcware as well. 3

s

1

.- «

Speech communication theorists (Bradley, 1981, Ehninger, Monyoe &
- / .

t

)

Gronbeck, 1978) have defined certain rhetorical characterigtics of effective

s ~

spoken texts that may ‘advance the goals of learning from written texts and
L]

‘producing written texts,

v

There are a numgvr of effective rhetorical text

charact¢®istics that may advance the goals including point of view, unity,

/
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‘coherence, structure, development, ethphasis, ¢one, learner appropriqlter;ess,J
3 N >

. . ' .. * R e,
ran guﬁhor/learner_rglattonship, and author credibility and personalify.

\ . . L~ ' . s
*Speech communicative theorists suggest that communication can be enhanced * '™~

I

L] - N 3
by having a rather elaborate preview and/or.introduction to the material to

. ’ . Id .t ) [
- : " be read, together with an ‘explicitly stated ;ﬁrpose/goa). They would also

S include a discourse topic, controlling”idga or Lhesis for the-dﬁfcourée

-t . . . N -~

topic, a rationale _or.justification for the controlling ideas and ﬁhrpdses
~ . . . Ca ’ .
(in other wdrds, a complete communication. plan for the text), a body and

. .

" conclusion. Because young, children's learning may be limited by their:
LI

. memory and lack of prior knowledge about academic oral and written texts,

these characteristics are‘ccgsidered particulagly critical for them. These

. : ~ . - . .. ) .t s
theorists also suggest' that messages are better undefstood and more effec-
. - v v s
' . T - [ ) © T
tive when the communicator takes a stance and gives directions to the )
' N ' . ' \
; audience for understanding this point of view. ' N o .
‘ hd ' U » . .

+ . v

\ -The,Huestion to be considergd, then, is wbethe presently available

social studlies tektbooks have rhetorical characteristics, and if the¥ do not, -
. ( N . - .

whether that may be one reason fdr their failure to have the positive effeats

on students that we would like them to have. A textbook whi;h doés shaow .
. [y P g "

. these characteristics will ‘be referred to as a rhetoricial texthook. A\K '
-~
1 ¢ * .
rhetorical textbook woild bk one that communicates both the desired content .
' . " » '
information and/the author's attitudgs toward it. .lt reflects a concern -not
»only for the message but also for how it is presented, the message source

(the author), and the message receivers/reactors (the readers). Extrapwla-

ting from speech communication research, it was hypochesize& that a rhetori-

.o, .

cal social studies text would resule in more effectiive communication of

< ¢

-

' . . .
ideas, the development of more gositivu artitudas, and a model rthat children
g

could use when they write about social studies for teachers or peers. It is

-
-
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! ) A
imperative that textbook style be investigated as a flactor in the develop-
L .

o . : « A4

‘ment of ;ading-and writing abilitles, anxYeties and attitudes. The inves~

. , S
tigation woukq,best be carried out fn two stages:, A.QescripciVe study of.
rhetorical characteristics social stddies’texfbgq&g and an expérimental stuly

. .
] . '

of a rhetorical social stydies textbook. [
. ' . ¥ I- N . . .
« Metadiscourse As A Rhetorical Device ' B A
' }' . "‘ A toe ! .

Metadiscourse can be defined as the Trhetorical act of dtscoursing about
) ' s

:_"
’

the spokgn or written discoursz. This rhetorical act results in a level of
. ) - . .

discourse thét adds nothiug to the propositional content. Although some
. , \ B .
aythors write only primary level discourse (discourse with only propositional

cortent, many others write dis~ourse with a metadiscourse level added to the

P k' .

.primary level Metadiscourse - calls attention to the communicative speech act.

I

itsulf'andiﬁ%gnals the presence pf Lhe author (WLllxams, 1981).
< -
Metadiscgurse then'is what literary critics refer to ‘gs authorial

Y

intrusién. °‘We see it used in the 'dear reader" statements for adults {n

v . ’ ) - ’

Hengy Flelding's Joseph Andrews, published ip 1742 as one of the earliest

»

novels, and in contemporary novels such 4s The Fren:h Lieutenant's Woman by
. I A4

& *

John Fowles, and for children in Miss Mulock's The Little Lame Prince, In

nonfiction we see it in The Federalist Papers, The Declaration of Indeépendence,

Y

Oscar Handlin's Pulitzer Prize-winning istory monograph, The Uprooted, and

V.M. Hillyér's ﬁiatory and geography«textbooks written for chi¥dren. Table

] presents cxamples of metadiscourse.
AP .

’ ‘ [
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EXPERIMENTAL STUDIES OF METADISCOURSE AND SIGNALING ) !
- 4 - v ' -
Althoughva few discoyrse analysts‘have studigd metadiscouise as it is,
'. . LI . '. . - i .
. used in spoken and written discourse {Lautamattdi) : Ragan & Hoppery 1981;

manipulhted.metadiscoufse as such. In-qdditioﬂ to Vande Kopple's study,
. . ' . ,

several studies hy Méyer and her associates have investigafed the extent. to
. : ) .

which sigrfaling (metadiscourse which would be2c1a§sifiéd as text connectives

!

« and illocutionary markers by Lautamatti.and Vande Kopple in their system) hgs

. N an effect on readers' recall of pro ositional content and the effedts of -
_ prop

. <y t
. sfgnaling on cognitive Eﬁpacity during reading.

$ . ‘ .
- The experimental stidies which were reviewed did not show many general
'~ . effects,of metadiscourse or signaling on readers’ fbng—term recall of bro~ .
. ‘ - . : - .

positional content. .Perhaps this Gas because they explored only a few of the’

\ -
possible kinds of metadiscourse., The studies investigated the effects of

¢ .
¢
. 4

. [ad
metadiscourse/signaling on high school .students and adults, but did not
(A SN - |
investigate effects of metadiscourse/signaling on readers in eletentary
. \QO
school. 4

P4
”

In short, these studies point up the need to learn more abott metadis-

course in order to be more precise in defining it, ¥lassifying its types, and
I3 B

[
v

e g
. manipulating it in appropriate amounts and locations based 'on the rhetorical
' - ’ -, i
o

situation a readei)characteristics. It is clear that much nemains to be

.

learned about the compigx concept of metadiscourse and the materials ;nd
measures neeted to explSre it further.

The next seoction presents the results of.twoVempirical|§tubies. The
‘ first study investigates the axtent to which metadiscourse and authorial

N

voice is tound in vonventional social studies textbooks and in unconventional

i

social studies texts., The second study is an experimental study which

BEST COPY AVAILABLE

. | ¢

e -Schiffrin, 1980), only one researcher, Vaade Kgpp.c 190), has experimentally



>

) ' K d
L] - J ' - ¢
. . . " 7
. ¢ . . ; [
-‘l. * " ‘ ' . P & . PRad .o .
investigates the effects of ‘three aspects of metadiscounse‘fn readers’
) ' 4

retention of information and.their emotional reactions to the manipylated
Y «

text. . a . ’ )
d4d

The final section discusses what was learned in the process of studying

) -

-

metadiscourse and voice and guggests educgtional implicatidns and future ~

b . . - .
. e Tt s ) ‘4 L

. 9 . .
*+ STUDY 1t A STUDY OF METADISCOURSE uskt 1IN SOCIAL 'STUDIES TEXTS .,

. ' \
directions for research in th}s area.

L 4

- -
F3 .

o T‘é purpose of this'study was.to describe the typegjénd amounts of each

type of‘informationa) aad atgiEudinal metadiscoursk in coqsected discourse.'

e . : -

based on a Systématic'anglysis of nine social science-texts writtdn for ‘
- ' - . v ‘. ./
students.ranging in level from.thi:'d grade 'to college undergraduate and nine

» « .

. [ A
social science texts written by historians, political scientists, anthropolo-~

s

! T - - ‘-
gists and othegjgocigl scientists for intelligent adults, ranging from non-

academic pf{iodica{s arid monographs to academic journals and books, The use

, . A \
;} informational and attitudinal subtypes of metadiscourse by social studies

v
.

! 1 -
writers was studied. It attempts to answer foyrvquestions: 1) Are there
. < .
differences in the amount and. types of metadisc?urse used b? social studies

writers in'materials used, for school and non-school purposes?, 2) Are there
. ' Y L S w

« .

diffekbences in the amount and,;@pes of metadiscourse used in social science

. 1
Lextbooks‘across Trade levels? 3) Are there differences among publishers
A
of social science testbooks on the same grafie level? Or for the same pub-
.
'lishér on different grade levels? 4) Are there differences in the amount
- x ) ’

and types of metadiscourse usad by nontextppok social science w}iters who
2 : ‘
write for different audiences? ‘ )

v .

The partial typology devised carlier was used to explore metadiscourse

v

use in social studies texts writtén for young students anc written for adult

populations. Metadiscourge was classificd as either informationdl metadis—

vy
é

‘ | ~ BEST COPY AVAILABLE
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p course (metadiscogrse which dealt with the propositional content or‘the text
. - . . B [ ' -
- \J ¢ '
itself) ,or attitudinal metadiscourse (metadiscourse which deailt with author's T
) \‘ * © » Lo a -
attitudes toward the content ox readlers), - . .

r

. . s .:l’
- The chunks of .text analyzed range in length from 1,000 words in the
third grade text to 12,000 words in the anigh school and{cbllege tgxtbooks -
: _ ' . ’ . T .
and nontextbook samples. The umit of analysis was a whole dlscourse chunk

-5

such as a unit, chapter, or article. Because the length of units or chapters o
increases through the grades for textbooks, and because initial chapters -

’ ¢
N « [

might differ in length from middle or final chapters, the selection of units

“a ' 1
’

or chapters, varied in number and location: Each unit, chapter or article

3

— ‘ was examined and analyzed for instances of the four subtypes of attitudinal

metadiscourse (salience, emphatics’ hed es, and evaluatives). In order to

compare textbook instances and no?textbook instances, it was necessary to

¢
.

use 1,000 word unit as a base, since the text units were not the same leagth. -
’ i 4

/ ) »
While quantitative informatibn is necesgary for indicating the existence

’ ! ) - . ] .
of and relative emphasis given to different metadiscoutrse types in the sam-

"

ples, purely quantitative analysis cannot,, however, convey the flavor of the
méts&&

text 2rials. This can only be done qualitatively. The categories chosen

’

for quantitative analysis neei quarilative illustration by direct quotation

in order o see presentation stylejand patterns of use. In order to assess

( . ' -
the degr® of author presence in the text, the poigt_of view or, '""person"

used for the metadiscourge was also examined.

FINDINGS FOR INFORMATIONAL METADISCOURSE

~ -

¢

The analysis indicated that both textbooks agd nontextbooks showed at
least some use of all four ubtypes of metadiscourse. Howgver, there were

L 4
qualitative difﬂerences in the types of informational metadiscourse uscd)in

L4
-

materials for schocl and non-school purpcses. Typical textbooks used third
’ e
J

. 1 10 BEST GOPY AVAILABLE -
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.o + person formulaic expressions and concentrated on Eubject'matter for previews
[+ . ) NG .

. N e »
and reviews. - . .
‘ ' . 4 . -

RN

. . -
’ There were also differences in style and content between typical and

e . " .

-

atypical puBlighiﬁg/{gzmecadiscou¥sg statements. The Cypiqal_ﬁublisheré

—

~ —

focused on the readeg and copics only in a’standardized format. The'pub— .

- 11!her§, hovev&i, felt free to focus on the author, f{ocused on structure

-

’

. as well as subject,mattef, and used more variaty in expressing the metadis- , T ;

couré%i There were quite large differences in informational metadiscourse ' N

» used in texts written for gkneral and specialized audiences. Those written

'er the specialized audience (Yreaders interested in social science or sociai

sclentists) contained much more informational métadiscourse uf all four .

» ’

types. Very Jlittle informational metadiscourse was used for general audi-’ o

4 &

%nces. Informatiohal metadiscourse seems charactefistic of academic®non- .

. - '
textbook writing based on thiﬂ'small sample.

&
FINDINGS FOR ATTRITUDINAL METADISCOURSE -
he v .

rd
. .
There were larger differences among books in the use of attitudinal

metadiscourse than in informational metadiscourse as can be seen in Table 2. ’
A

/ e

2, ;
Nontextbcoks used attitudinal types over five times as often as'dzd the
. ’

textbooks. It is interesting that the fréquency of using different types of

attitudinal metadiscoiirse varied in the same way for both nontextbook and.

- o

textbook writers: emphatics -- hedges -- salivnce —-- evaluatives. With the
! exception of four hedges and one emphatic, no attitudinal metadiscoutse was
L ]

used 1n textbooks for grades 3-6.- The little attitudinal metadiscourse there -

A
F was sccemed to be used mostly in the "textbooks for grades 7-8.

1 <

— e - —— — > S - - ——

o — —— - —
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. . R | - s " -
textbook wrifers to be present in text in the first person for expressing

- R . - . , PR

).

It also appeared that there were qualitative differepces in the-way
’ J . . - ‘-
attitudinal metadiscourse types are used 1in te§tbooks and nontextbooks.

.

Textbooks seem to use them td refer to concrete pedble:gr happenings in the

primary discourse, while nontextbooks used it-“to-refer to abstract concepts .

as well as concrete phenomena. A second difference wa's the tendency of non- '

attitudinal metadiscourse, while the textbooks preferred more distance and

-

used second pr tthd person. A third difference was the large amount of L.

S

emphatics and hedges ufed by nontextbook writers (indiéfﬁpaily and in pairs)
to argueliheir points. Finally, textbook writers used simple evaluatives .

s . . Ny

. . * L.

only (andivery few of them), but nontextbook writers use both simple'and’ . / A
- . - ' ) . * t “ E | . ..
complex evaluatives. - . I .

» RS
Lo ] . i

In general, there seemed to be a-trend tOﬁ?rd increased use of attitu-
. . e N
inal metadiscourse in textbooks from grades'7-8 to college. Also, evalua-

' s
tives, a subtype of attitudinal metadiscourse, were used d{fferently on the

s
¥
3

college level than on other levels.
The data here suggest that audience_does maké a difference. Moie

attitudinal metadiscourse of each type was used for the specialized audience

-

than. for the éenenal audience, but the frequency of use was similar for all

v, /
except for saliency. The nontextbook materials for sspecialized audiences .
'\ :

contained more than three times as many salience statements ‘as did the

materials for tﬂe general audience. '

The findings-for the surface, stylistic variable metadiscourse have
implications for publishers and consumers of social studies.textbooks. The
use or non-use of metadiscourse may be an indicator of deeper underlying

. .

social pedagogical beliefs and values concerning epistemology and the roles -

of the teacher, author, student and textbook.,

-
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. The study was limited by the lack of ptecision‘that exists in the

4

definition of metadiscourse and the fuzziness of the boundaries between the
i ’

4 .different subtyges; npother'problem is that metadiscourse, like primary
- discourse, ¢an;serve severalffunctions simultaneously. in 4 social situation.
v, “ ) Stfll, dleaf diffetences in freq:ency and type of use were observed and
- ' . . * e
' documented, which indicafe'the charactejistics df normal textbook writing in
;3 ' this 1rea, and a .ground work was laid for further studies of this type. '
. o ' ~
, STUDY\Z' AN BXPERIHENTAL STUDY'OP METADISCOURSE
_ ‘An exploratonx experxmental study was carried out in an attempt to
e" S learn more about the inPnrtance of ,the rdles of the_authorzimetad@scoutse,
’ point of view, author/reader_relationsnips, and style for social studies
reading and writing. It was found than,stndies of signaling.hnd the one
study of metadiscourse used‘ddults .r high school stedents as subjects and | i%?
. .L.ed short passages adapted from : &odicals. No one has yet examined the 2?
. effctts of metadlscourse in content area textbooks on. children s \oarning: i jé?
‘ ‘?he general goal of_this study was to investigate the-effects of me‘.did&ourse . "gg
on students. “A more‘specific goal was to in:estigate th@ effects of meta- | f.ié
¢ discéurse when it was presented with a combination of first snd second person . q%
' voice (interpersonal) vs. third person voice (impersonal) - 1).on'eh11dren s‘ i
’ retention of }nformat%on from longer social studies passages, 2) on children's E;
use of metadiscoursej;nd voice in their.own social Ltudies writing, 3) on {5
their attitudes toward the social studies.passages'and subject matter, and &) ' (?
on thL interactions of the metadiscourse and voice variables and their level L
of comfort with.soeial studies reading and writing, ) ,
Metadiscourse was classified into twd generai categories, informational : o
J/J ;nd attitudinal, with subtypes for each. dne ofrthe assumptions of studies o e
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of language use and social interaction is that language functions to transmit ' Ly
referential infcrmation, as well as to create and sustain expregsive meanings. fg

The assumption in this study .was that not only primary discourse but also . ”?
metadiscourse is used for both referential and expressive ends. Metadiscourse ?

. . \ ) A .

functions on a referential, informational plane when it serves to direct :

' d ’ . Y * ’ . ,',‘P
readers in how to understand the primary message by referring to its content - ' 8

> ' ! . ' E
no and structure, and to the author's purposes or goals. This referring can be - //.f
. on a global or,local level, Metadiscourse functions on an expressive,
. . . . ¢ /
. attitudinal and symbo}{o plane when it serves to direct/;eadets in how to
s . (/' .

take the author, at is, -how to understard _the author's pe}spective or stance .é
toward the contént or structure of the pfimary'discoufgL. . T . 2
’ The stqq& investigated whether the inclusion of eithef-of those two forms

of metadiscourse, or the use of interpersonal style affébts: 1) retentlon of
information from social studies passages, 2) students' attitudes toward the

passages and the suoject matter, and 3) reading time. _JIn additiotﬁkft inves-
tigatea whether the effects of. the variables were interadtive and if so, under

what conditions.

Method Subjects.

The subjects were 120 sixth graoe children who came

from white, middle-class families and lived near a large midwestern university.
/ ' N

They were enrolled in five social studies classes ﬁrught by the same teacher

’

and were homogeneously grouped according to abilitv as measured by scores in !

standardized tests; Thg children did not have access to films, workbooks,“

- ' .
. "study guides, or teachcr/student discussion on the topic of the passages

(3}

studied, and they read thg, experimental materials independently.
Materials. The materials sglected for the children to read consisted
of three passages of approximateiy 1,000 words each, taken from chapter six

of the Ginn grade six social studies textbook currently used in the subjects'

[}
-

Q | . | 14
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classroom. The fhapt;er concerned the later half of the Middle Ages in f\ !
¢ : a , .

Europe. The original passages used for the study were written in third ‘
. . -

’ ' ‘
person voice (except for map references, which were omitted) and none . :

. [] v i L ]
contained informational or attitudinal iﬁformation.

¥ [4

The intent was not to rawrite the content of the original text; but ¢
’ . Y '
to add metadiscourse in the form of words, phrases, or clauses, and to
o i t ¢
modify the voice. Informational metadiscourse was.added to the text on

two levels, global and local. On the global levg}, metadiscourse was ‘ .
. . o) ' ~
ddded by attaching an elaborate preview and conclusion to each passage and

A ]

by inserting sentences within the passage which dealt with global aspects

of the passage content. On the local level, metadiscourse was added by ' 3

® . ! . . .
attaching briefer previews and conclusions to the sub-parts of the passage .

and by attaching metadiscourse to the existihg sentences. ' .,
Variables Manipulated. Informational meradiscourse was added on“the-
N -
basis of evidence found in the semantic and structural content of the

5

-chapter, the unit title, agd the teacher's manual: Attitudinal metadiscourse

was added arbitrarily where it seemed reasonable to do so. Voice was changed

to interpersonal on both global and local metadiscourse where it was appro-

pr{ate for the design. Examples of the three vatiables in a manipulated

[

passage can be seen in Table 3.

-y - G s ey G G ey s ey B D s

4

Measures. Several dependent measures were used to explore the effects

-

‘of the text manieylation on students' performance and attitudes. A passage

test was used to measure retention of information-which- had a qgmber of ‘ .

-

subtests. The subtests were designed to test different categories of infor-

¥
[}

1

L)
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mation., Separate subtests measured retention of information, either central’
.o . v . )] - *
or peripheral to the message of the bassagq;;*nformation that was not directly

related to the metadiscourse, and informagion that was directly stated in the

metadiscourse.

/s

. , “The overall passage test scores for each g@ the tbreé‘gassages ﬁad a

. ‘ hfﬁg degree of;feliability. The reliability coefficient (Cronbach's Aipha) .
‘ ’ for each passage was: passage 1, .82; peéyage 2,. .81; and passage 3, .80. -
The segonifm;;sure, was the Attitude measure ;hich consisted of ; series

of 14 judgment items fc~ which students rated: 1) their preference for the

»

manipulated text compared-to their regular text, 2) thei?\ytiitude toward the
-, author, designated as ”Pét,” and 3) their level of interest in the Middle

Ages., 'Thirtgén items used a five point nom{nal scale -5), and one item

~ ” >

used a_three point nominal scale (1-3). The intercorrelational data indicated

that eleven of the items were highly intercorrelated and that three items were

N

consistent in their ratings across four administrations of the test.
2 »
Two instruments, one cognitive and one affective, were devised as

pretests and pilot tested with a group of sixth grade children from.another

state, oThe first was a background knowledge test, and the second an affec-
L
tive social studies comfort index (SSCI), which wWas also administered as a

posttest. -The pilot tc¢st data indicated the test scores showed wide,varia-
bility for tﬁe.childrcn chosen for the piloting and seemed to have godd face

validity. ' v

~

Design.  The design wag\j,2x2x2x3 (voice x attitude x 1nformat1fn X

passage) factorial with repeated measures on the passage and attitude tests.
N P !
Each subject was assigned to a particular experimental condition apﬁ thus
' . .
read all three passages in tha same conditifn and in the same order.
.

Subjects were placed in eight equal groups by first stratifying the ~

w }'. 16  BESTCOPY AVAILABLE
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subjects on the basis of ’standardized reiggng comprehension scores obtained,

®

from school records (Stanford Achievement Test, 1973), and theh within each
&

stratified leQel, randomly assigning students to conditions. g .

! » . -~ '
i Subjects were given the two types of pretests on Day 1. After pre-
- / -

*
testing wae completey, the subjects were told that the experimenter had a
. ¢ ¢ ' .
‘J 4
friead, Pat, who was writing a new social studies téxtbookifar s}gth~graders

and needed their'adviég fo; writing a tefjbook that was easy and interegting
o ]

\

to read and learn from. They were-told that they would have the oppqrtuhity

.~

, _ to read part of';hat book' over the next four days.

1
‘v

Results. Total passage test score. A thrée-way analysis of variance - -
‘ &

was performed on the total passage test score data, using total scores across-
".v the three passages. The three factors were the presence vs. absepé@ of-infor-
mat ional métadiscpdrse, attitudinal metadiscourse, and interpersonal voice.
\
-No main effects or interactions 'ére significant for the passagé test oyerall.

+

Passage subtest scores. Next, a series of affalyses of variance was

. - ‘ . * X ]
performed on the passage sbbtest scores. This approach was justified, since

w

the passage test was' not a ypormal comprehension.or retention test, and the
subtests were of rather different types, some dealing with passage structure,

some with author attitudes, and some with stated content.

-

In order to investigate the <ffects of two individual difference dimen- ’//,(_
sions, the subjects were divided at the median score on the vocabulary test

(median = 76.83), taken as an intelligence measure, and on the SSCI (median =
. '

20.86), taken as an affective measure. For each of thése éroups, a 2x2x?
ANOVA was performed on each of the subtest scores, i( o§aer to find out whether

tor that group, the three variables of the study had an effect on that sub-
¢

score.,
A ]
; « 4
There were relatively few significant main effects, and most of these

.
[} / -
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were related to students scoring higher on a subtest when the information

v

being, tested was directly stated or repeated in the added metadiscourse.
_ - .

Most noteworthy-was the lack of effects which might be expected considering

- . -

the extensive manipulation performed on the three bassages with the variables.

Even the type of effects just noted were large enough to Bé‘siénificant for
-~ .
oply some of the»subgrdups. The presence of informational discourse, which

;
gave information®bout the structure of the passage and author stra(egxes,_

did not raisk scores on the structure (DAS) §ubtest, which tested fox awaqe-

¢ L
ness arnd retention of this type of information, suggesting that the students
— L . » <

N

did not remember this type of information. There was little evidence that

4

' o~ . . .
the imformational or attitudiual metadiscourse raised or lowered the scores
. . o

for reteh\ion of information that was not manipulated (i.e. stated, repeated,

[ 4

or emphasized) by.the added metadiscourse. Finally, the effects of inter-

: v
personal voice were minimal. ' .

The results of significqnt two-way interaction efffcts presented in
Figures 1 and 2 seem to indicate that wsing interpersonal vs. impersonal
voice difflerentially affects students wWho are more vs. less at.ease in reading
and writing about social studies matgrials. Interpersonal voice helps the
low comfort students when 1n£ormationai metadiscourse is present, and hurts
the hiéh &omfort students under the same conditions. Further, as seen in
Figure 3, {;terpersonal voiqe reduces th; likelihood that low'comfort students
. . .
will remember such things asg or attitudes. While the pattern of the sig-
nificant ree~-way interaction is complex, the data indicate particularly good
, Co
retenfion in the éonditions where iszerpersonal voice and informational meta-
discourse are either presdnt together or both q}ssing, and particularly poor
performance when ;ithor of these is present alone. 1In addition, tﬁf presence
of artitudinal metadiscourse results in moderate scores: groups at either rhe

. b(
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high or low end tend to be those without attitsdinal metadiscoursa.
N:ﬁ."ﬁ': . . ---_--'/__-. ------ 6‘_ ———————— ‘,. ) ‘l
v Insert Figures 1,2,3 v
R SRUIOE ST - oM
~ 3 S -,
ATTITUDE MEASURE ANALYSES AN - 5 _ .

Main Effects Overall. . A three-way analysis of variance was performed

. ‘ ‘ . s )
on the attitude rating ‘data, using total scores across three ratings. The

4

three factors were: the presence vs. absence of informational metadiscourse,

\
N

. ‘ : ’ .
attitudinal metadiscourse_and interpersonal voice. Again, no main éffects
, , :

. ~ Ch 2 .
Qr {nteractions were significant. Next, analyses of variance were c-rried
. ..

i
-

out separately for each cluster defined subscore, using total rating scoras
. i A}

\

M s
. across the four ratings as data.. Separate analyses were conducted for all

students and for four subgroups: students high vs. low on the vocabulary

3

\
test, and students high vs. low on the comfort index score obtained prior,
A - .

1

-

to participating in the study. : .

‘ N\

The three significant main effects indicated that the presence of

informational metadiscourse decreased the students' rated prefegence for
A ‘ y)
social studies texts which used a large number of first and second person

. pronouns and opinion words, the presence of attitudinal metadiscourse

v increased the high comfort gro;;>}\inte¥est in the Middle Ages somewhat.

iy

: v
There were no main effects for interpersonal voice.

Interaction Effectg. The significant interaction showed. that fer

student<« who had both attitudinal and‘informafional metadiscourse, and those
~ i

who did not have either, most preferred having just facts in their social

- ~

studies texts. Students who had just one type of metadiscourse were toler-

ant of more opindions. Both high and low comfort groups show this pattern, .
e

o

*as well as the high and low vocabularv groups. The most attitude-laden fexts

~
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were those with both @Ttitudiral metadiscourse/%nd snterpersonal voice, and

¢

the students who had these té@xts were the ones who indicated the greatest h
. .,
préference for social studies texts with just facts. The students indicating .

4 ' )
the most tolerance for opinions in the text are those who had some exposure

-
-

. / )
. to the interpersonal aspect of “language, with eighdr -attitudinal metadiscourse

or integpersonal voice, but who did not have exposire-to too much of this

°inf%rpersonal aspects In general, :it appears thdt the gxpesjmental manipula-

;o -

“tions had even less'¥ffect on the students' attitudes foward the'manipulated

social studies materials than they did on/:he students' retention bf informa- l/?‘

)

tion from the passage. oo - )
. “ . - , 1

« "
Reading Time Analyses. The primary result was that lengthening the text

in the manner required by including informational metadiscoyrse broduced
: , Ay
/
longer reading times. The other variables had little effect. It should be

A}

noted, however,fthat while the addition of }nformational metadiscourse

.

‘ /
increased the length of the passage from approximately 3,000 words to app¥ox-

N imately 6,000 words, an increcase-of 100 percent, .this yielded a reading time

-

increase of only 40 percent. Apparently, the metadiscourse was read faster.

?

Discussion. While the informational metadiscourse did seem to have some

”

beneficial effect, it was not great, and not necessarily limited to the in-

>
formation on which the metadiscourse focused. Furthermore, the students
seemed to react neither negatively por poéitively to this added length and
the supposedly helpful informational author commentary, in general, as
' d -

indicated by their attitude scores.

It was expected that artitudinal metadiscourse and interpersonal voice
‘! would increase the chpseness of the author/reader relation, making the text

more interesting and personal to the students. If this occurred, it is not

reflected in their responses on the attitude test since there was no general
L4
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effect on ratings of how well the students liked the 50£{. their assessment
. . L
of the author, or how ;:Tl they liked the subject matter. ‘

On the other hand, there is some indication that there were hore locaL.

effects. “Subgroups di#{gring on the affective ﬁeasure showed differenées

in their response to phe use of personal vs.eimpersonal voice. It may be
that the persbnal style of an author can be helpful to students who are
. . Bt
more ,anxious about their own ability when dealing with certain types of’
o L _— \ . .
complexities in the text. There is also some indication that students can

react negatively to too much metadiscourse, since students, getting bdth

attitudinal and informational metadiscourse were the ones who were least in

.favor of lomger texts on the attitude rating. .

In general, most of the effects which were observed were limited to
L) .

.”
.

certain subgroups of sfudénts. This suggests_that it may be difficult to

make general recommendations about the use of metadiscourse in textbook '

»
writing, From the results of current study, it would appear that what

t L]
. .

effects the addition of metadisrourse may have are likely to be small and
. - [ Y
Ve ¢ , :
sagcifxc to certain subgroups.
)

' o (

Explanations For The Lack Of Effects.

l. It may be that it simply doesn't have much effect,.

2. It may:be that since the studemts were not used to reading
texts of this sort, thdy simply ‘did not have the exper.ential
background to allow them to appreciat: or benefit from -it.

IaN

3. It may be thatsubjects could not adequately responhd %o the
types of questions that were used to test retenticu and
effects of the informat.on.

4. It may be that the passage was too difficult for them to
" understand and remember on their own, thus the added mecta-
discourse simply added to the load on the studnets.

5. It may be that the crucial~fact8\\is not simpl s the presence
of metadiscourse, but what specific type, how it is used and q
how much it is used. .
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6. It is also possible that an artificial text resulted from
trying to add metadiscourse to an existing, non-well-written
passage. ' ' * :

7. 1t is also possible that the instruments used to measure the
effeccs of the metadiscourse and voice variables were.inap-

v  propriate for the questions that were asked, insensitive to
~What was being measured, or not sufficiently reliable or -
valid. . \

8. Finally, the research method.used may not be aquﬁ??Bpriate

method for 1nvestf§ating the.effects of metadiscourse and vofce.
. S . . e

CONCLUSIONS

v b T
[}

Despite the apparent paucity of firdings, some‘%speéts of the data are

worth highlighting. For exampie, zrcupiag students on the basis of. the
af{ective measure, the SSCI resultea .. subgroups who responded differently

to the metadiscourse manipulations. There is a need to further refine and
b ' v
validate the current measure, but it is apparent that future reading and
' - .
writing stua(ies should (daclude a comfort index as a basis for assessing

individual differences. .

/”K’géczgg\interesting finding was that the primary effect of voice
: A

" ¢ \ Yo, ¥,
appeared to be that of modulat&ng the effects of the.r2tadiscourse Bﬂriabléﬁx

‘ )
Thus, while it may have little direct effect on rutentipn, it may affect the
— ‘it
"cl g .
influences of other variables. Future research should explore this possi-

bility, as well.

’
Id

ISSUES REGARDING METADISCOURSE o \

- L »

h

Several scholars have pointed out the lack of a firm theoretical basis
needed for studying metadiscourse. At present, the notion of metadiscourse
involves different definitions, terminologies, and conflicting classifica-
tion systems. An important Lheorctical issue is whether ‘'content-less’

) :

metadiscourse can be fit into the current models of discaurse in the field

of_rhsioric. There sgems to be a nced for somehow integrating the content-
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less characteristics of discourse (which would fAiclude p&agmatics and meta-"
@

s .
discourse) with the content.gharacteristics in a more comprehensive model of

.
1,

- .
discourse. ,

[} ]
+ At present, the discipline of rhetoric, in general, locks f;Nprably

. . A - '

. ) 5
upon’&etadiscourse as it did during the classicgl perjiod. Thase rhetoricians
L]

working\yithfn a psyc;}iogical, ;John Léckean' fraggwork during the late

.

.seventeenth and the eighteenth centuries prpbably Aould not have been as

favorable. 'Speeih communication, a sub-branch ef rheteoric, regards meta-
AY . R - [}
. ¢

discourse as facilitating communication toward metddiscourse but business

\ ..

- ¢ommunication, alsgo q‘submbranch of rhetoric, tends to consider it a type of

.
[}

wordiness. Novelists and critics, once positive during theseighteenth cen-
tury and the Victorian period, apd then more negative, now seem to consider

metadiscourse a legitiméte'rheforical technique in fiction. Linguists of

vardous kinds sdem‘Mnterested in metadiscourse as a phenpomenon and several
. —— ’ . 2 .‘. . * > . .
edcuational psychologists regard it as having potential for having positive

effects on learning.

o
Another issue 1‘volves the curriculum goals for social studies and

sindeed for any other school subjéct. It is impossible to decide whether

B 1
metadiscourse is beneficial or not, even if research studies in the future
find significant effects of metadiscourse on students' performance and
attitudes, without first having a clear understanding of curriculum goals.
o S <
Value questions cannot be answered except in relation to goals.
Metadiscourse raises the issue of epistemology. The field of education

may need to ask Lcself‘whac view of knowledge it should be communicating to

students - whether it should presenc knowledge as fixed, established, and

[

to be memorized - or as correctible, participatory, and changing as new

discoveries are made and constantly undergoing debate. Furthermore, there
. ' @
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are the issues of interpretatioun and subjectivity, and how these relate to

- . ‘ . i3 .
social studies. 1f’history, is interpretation, as historians agree that it

-

is, but social studies textbooks present history as facts usin% an objec-

- ?

tive, scientific approach, then is this a spurious objectivity? - \
Side effectd would result if metadiscourse wére used in social studies

textbooks. If a social studfles textbook were written by an athPr with an

’
' )

_ overt point of view, the issue is raised to whether that kind of textbook

is appropriate for young children. At present, children are expected to

learn the received wisdom given to them in social studies textbooks, even
. ' -

though historians admit that &uthors are mythmaking. The issue here is
& Vd

whether it iq,éppropriaté‘to revez} this characteristic of historical
JZéwledge to children. The lack of metadiscourse in a social studies text-
book is an index of the pedagogical assumptions in the field of history and
social studies. o ‘

Still other issues that are raised by considering the use of metadis~

course in textbooks concern the role of the teacher and the VOle'of the

’

learne;. 1f a great deal of mgﬁadiscourse is included in the student's \
texts as part of the connected discourse in the lesson, does this ta;:\ﬁway
from the contribution the teacher can make? The is&ue is whether textbooks
or teachers should provide the metadiscourse to the children if it i; appro-

priate to use metadiscourse. And there is also the issue of whether adding

”~
'

metadiscourse to textbooks decreases the active role of the reader in reading,
understanding, and'remembering'the text. If nothing is, left for the reader

to do in terms of orgaﬁizing the information, does this reduce ;ctiye léarning
from the text? . (

The results of the experimental study indicated that metadiscourse was

helpful for certain subgroups of students, depending on whether interpersonal

- | o4 BEST COPY AVAILABLE
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: voice was used or not. This raises the issue of whether the single, )

shgndardized textbook approach that is commonly used in schools today for
¢

£

v reasons of economy and efficiency caﬁ"!’justified. .The multi-text approach,
',

-

with different groups of students using texts written in different ways

(that is, withk different amounts or kinds of ,metadiscourse assistance). might

be justified if future studies find the kinds of individual differences

observed in the experimental’ study‘reported heref "
The study failed to find that studepts weré more interested in a text
b : with a pérsonalized author or in the gubjecc\hatter, but this fiqding, too,
raises the issue of whéther it is possible to learn much about interest,

attitudés or acceptabdlity of texts until a theory for these affective

dimensions is developed.
The children in the study, in general, did not seem to prefer social : -

. studies textbooks with an author's opinion over a social studies textbook
: ¢

that was factual. The critical issue, though, may not be whether students

! . )

prefer a textbook with an author who has a point of view and who uses {

7/

attitudinal metadiscourse, butjwhether they need it. With hedges and

'emphatics removed, for instance, students have no grounds to judge the truth

*

or confidence of '‘asseptions and may be too impressed by the text.

P The issues and questions that were raised as result of the study of
/ ~
metadiscourse make clear the fact that the issues go beyond the research

L4

questions asked in this study. Metadiscourse is but the tip of the iceberg

("3

in the general question of what a theory of education should be. Many sub-

-

leties are involved 1f an author decides to use metadiscourse, for the
+

decision to use or not u e metadiscourse relates to a whole array of other

issues regarding the philosophy of knowledge and psychology of learning.
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\ EXAMPLES OF TEXTS WITH HETADISCOURSE"f . o "
. r g . - ‘;
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1. 1 shall now proceed to apply these observations to the work before us: for indeed 1 have
set -them down principally to obviate some constructions wihich the- good*naturq,’of mankind,
who are always forward to see théir friends' virtues' recorded, may put to particular parts.
1 question not it several of my rewders will know the lawyer in the stage-coach the
moment they hear his voice. It is likewise odd but the wit and the prude meet with same
of their acquaincaﬁce, as well as all the regt of my charactérs. To prevent, thévefore,

any such mlicious‘applications, 1 declare here, once for all, I describe not men, but l *
.manriers; .not an individual, but a species. Perhaps it will be answered. Are not the
k\«cg:arac:cers r.hen taken from life? .
.. .+ Henry Fi,eldfng MM&S . o §

2. In this work, however, 1 wished to regard the subject from an altogether different point \

of view. Immigration altered America. But it also altered the immigrants. And it is the
effect upon the newcomers of 't:heir arduous transplantation that I have tried to study.
1 have tried historically to trace the impact of separation of the disruption in the
lives-and work of people who left one world to adjust to a new.
'". " Oscar Handlin — The Uprooted o
. 3 ‘ -
3. ... To me it seems no genetic accident that Polynesians, as a race are large ard ¢

- powerful people...l felt that if a voyading canoe were built and sailed today, it would L
function as a cultural catalyst and inspire the revival of almost-forgotten aspects of . °

llawiiian life. .Herb Kane — National Geographic .

4.. I'm going to tei! you the causes o the Renaissance. Let me begin with the fall of
Constantinople. The Turk-Moslems tried once more to conquer Constantinople. This time
they had won. Merchants, painters, teachers, and tradets”ajgf¥fled to Italy, Spain, and *
Rome. This was the beginning of the Renaissance. The RerMissance was the time when ,-
people had more interest in art. Famous painters were born during this time, such as, b
Raphael, Michaelangelo, Leonard De Vinci and D'Este. Leonardo Da Vinci painted the

—.  painted the famous unknown woman called' the Mona Lisa. Michael Angelo was a sculptor
as well as a painter. He carved a beautiful statue know as the Angel. That is the
statue I admire most of all. If you've ever seen the lovely thing, you will understand
why. These lovely works of art are priceless. Let's now get back to during the
Renaissance. Nobles were in more degand for art. - They hired painters to paint for them.
This is why why more people wanted edcuat'ion, and schnols grew, I think you would find the

\.  Renaissance very interesting. N

< Ginny He‘nderggn, 6th grader
a model text written for

p + other 6th graders
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TASLE 2

e o # INFORMATIONAL AND ATTITUDINAL AND TOTAL METADISCOURSE

- - * USED FOR ALL SOCIAL STUDIES TEXYS
- ‘. B . . . . i ) . -

*

L 5 . Metadiscourse Type | .
S . . (with frequency per 1000 words) '
: . | - .
- Total a . Total
Text Type Words Informational Attit;ainal Metadiscourse

{

j Textbooks 129,000 LI 81 1.9
" Nontextbooks 77,000 1.85 632 6.17
.Typical Textbocks 82,000 - 55 78 1.33
Typical Nontextbooks 66,000 : S 330 417
Atypical textbocks 47,000 2.26 o8y - 3.1
Atypicil nontextbooks 11,000 - /’ “0.18 8.09 18.27
All typical texts . 148,000 /. .51 108 2.59 .

J a1l atypical texts 58,000 R N 2.2  5.98
Typical textbooks 82,000 ' .55 .78 L3
Atypical fextbocks 47,000 - 2.2 .85 3.1
'I‘.ypical nontextbooks 66,000 47 - 3_.70--. $.17
Atypical nontextbooks 11,000 | 10.18 8.0 - 18.27
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& S S TASLE 3 - o
' EXAMPLES OF MANIPULATION*

- ' |
< . An Excerpt from Passage 1 with Interpersonal Voice

, . ' 4 . . ,'_I;

VAL _
N InPart One I review for you the early Middle Ages. The way ! do this is by describing
- what life was like during that time. The main idea'l am trying té pet across to you here is
. that the early Middle Ages was a time without dearning and freed.' n for most people. .
1 th'nk it unfortunate that [during the early.Middle Ages I:posr. Europeans’ knew little
about other parts of the world.] 1 also find it unfortunate t/:%[_-‘t::heir, lives were ruled by

sthe promises that were part of the feud{system.] . P w ‘ ‘i“«.,.
ﬁ‘ ’ VAL N . . . i ~ * ,:z

I think it unfortunate that [during the early Middle Agegnjost 'Europeans knew little '

about other parts of the world.] I also find it unfortunate that [their lives were ruled by k.
. { =

the pramises that were part of the feudal system.] ; %
val S

In Part One 1 review for you the early Middle Ages. the way I do this is by describing
what life was like during that time. The main idea I am trying to get across to you here is
that the early Middle Ages was a time without learning and freedom for most people.

[During the early Middle Ages, most Curopeans knew little about other parts of the world.
Their lives were ruled by the promises that were part of the {feudal system. )

. ‘Vai
I found that (during the early Middle Ages, most Eurdpeans knew little about other parts

.'%

of the world. Their lives were ruled by the pramises that were ’parg} of the feudal system. ]

[ 4
* Capital letters indicate presemce of Interpersonal Voice (V), Attitudinal (A), or Informa-
tional Metadiscpurse (1). Lower case letters indicate absence ot interpersonal woice (v),
attitudinal voice (a), or informational metadiscourse (1i).
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